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It consists of four Components: 1) instructional objectives, 2)

pre-assessment, 3) insttuctional procedures, and 4) evaluation. The
selection and specification of inStructional objectives is probably
the most important at.%) in the Model. Once an instructional objective
is selected, according to one of Several Possible models, it should
be specified in behaviotal terms which describe what students are to
be able to do upon cOnPleting a unit of instruction. Pre-assessment
is probably most essential when an instrnctor is beginning a unit of
instruction and is uefamiliar with his students' skills, knowledge,
and attitudes. In seple aituations Pre-assessment for each unit may be
unnecessary. The design of the instructional procedures involves
selecting the modes of instruction which appear most efficient,
selecting instructional materials, Preparing new instructional
materials when necessa% and developing a sequential plan. The mos
important thing in designing evaluative measures is that the
instrument measure tbe Identical behavior specified in the
objectives. Limitations of this four-phase system for new "op n
education" programs have reOently been recognized. york is in
progress on revisionS fur oPen education. (RT)
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FOREWORD

The model presented in this document was developed by the first author

in 1965. Since that tine it has undergone numerous revisions as a result of

feedback from application of the model by ourselves and others, plus various

developments in education and psychology, Since the last revision we have

become aware of several factors which have raised some new questi_as regavdlng

the model. Although we are still firmly convinced of the validity of much

of what is presented in this monograph, theta are sone areas which we feel

require further examination. However, we have decided not to uncrtake

another revision at this tine but rather to identtfy

to make a more comprehensive revision later.

Since the problems we have found with the model are described with

particular refere to ideas presented it this document they may Make

little sense to someone who ia unfamiliar with the model. Thua the limit t o

4re presented at the end pf the document.
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THE GENERAL TEACHING MODEL

Introduction

The General Teaching Model is a procedural guide for the design,

implementation evaluati n, and improvement of instruction. The Model i

considered applicable to all levels of education (e.g., elementary, secondary,

higher), all subject matters (e.g., english, science, art, vocational), and

any length of instructional unit (e.g. , one hour, one week, one semester

The major premise underlying the Model ls that the goal of teaching is

to maximize the efficiency with which stud nts achieve specified objectivee.

The Model is based on a technology of instruction which has developed in the

past several years frem the research and development wo-k in three areas--

experimental psychology, military training, and programmed instruction. The

three individuals who have contributed MOSt to the specific Model pre

in this document are Robert Gagne, Robert Glaser, and James Popham.

The two major functions of the Mode/ are (1) to guide instructional

designers and teachers through the major eteps in designing and carrying

nted

Out

instructio and (2) to Provide an overall structure with which to view and

study the teaching process Although the Model iteelf has Adt been experie

mentally validated Zor teaching efficiency, -several o1 thepeesceiptive prim-

ciples contained In it are derived from empirical research. It should also-be

pointed out that many good" teachers 'will find considerable milarity between

the Model and the procedures they emPley in teaching. Thus the Model might

well be described as an attempt to make exPlicit whae makes an effective teacher

effective.

The Model should be o most benef for the beginning teacher; however,

experienced teachers say:also be able to improve their instruction through .
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use of the Model. It is also hoped that the model will contribute to the im-

provement of teacher training by providing the experienced and inexperienced

teacher with a common frame of reference for analyzing and communicating about

instruction.

Before introducing the Model, one other point should be stressed. The

General Teaching Model does not propose to tell teachers what they should

teach or what specific instructional methods t4,ay should employ. The General

Teaching Model presents a guide for the teacher to use in deciding (1) what he

would like hie students to learn, (2) what instructional methods he should

employ, and (3) how to determine whether his students learned what he intended.

The range of possible objectives from which a teacher can select is nearly

limitless. There are dozens of different methods of teaching and each teacher

generally employs each method somewhat differently. A wide variety of equally

val4d means of evaluation also exists. Each individual teacher must make

decisions regarding objectives, instructional procedures, and evaluation on

the basi_ of eeveral factors, such as (1) his personal views of what is im-

portant for students to learn, ,(2) the commtinity And institution in which he

teaches (3) the type of students he has and (4) his pkefe encee and capabilits

regarding instructional methods and reaeUreds. TheGeheral Teaching Model'is

primarily concerned with helping teachers teach what, and h

teach as well

w, they want to
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Below is a flow diagram of the General Teaching Model with a brief

summary of each component.

1.

Instructional
Objectives Pre-Assessment

3.

Instructional
Procedures

4.

Evaluation

1. Instructional Objectives. Instructional objectives are first identified
and selected on the basis of an analysis of desired learning outcomes

and then specified in behavioral terns.

2 Pre-Assessment. Prior to beginning instruCtion, learners are pre-assessed

to determine whether they possess the prerequisite knowledge and skill

to begin instructioa, or whether they have already mastered some of the

instructional objectives.

Instructional Procedures. Instructional activities ar- designed to help

learners efficiently achieve the specified objectives. Instructional

principles, such as motivation, practice, graduated sequence, feedback,

etc., plus an analysis of the effectiveness with which the instructor
employs varioes instructional methods (e.g., lecture, discussion, indepen-
dent study), are employed it the design and implementation of instruction.

Evaluation.: Instructiot is evaluated for efficiency in getting as many
tudents as possible to master as tanY objectives as possible, Based on

the results of an evaluation,:modifieatioes are made in the Objectives,
pre-aasessment, and/or instructional prededures Has needed:to further

maximize instructional efficieney.

The major purpose of this paper is to provide an overview of the General

Teaching Model. Upon completing it it is hoped that readers who are involved

in instruction and presently do not use the GTM or similar model will be uffi-

ciently impressed with the potential value ef the GTM to:

1. seek and engage i4earning activities for the purpose of becoming

proficient in using the GTM.

. employ the GTM it the design-and implemepti-tion of instru tion.

recommend the use of the GIM to others who are concerned with tnstruction .
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To use the GTM effectively, considerable knowledge and skill in performing

the functions In each component of the Model is required. For those so in-

clined, a few basic references, which can supply some of the knowledge (but

little of the skill ), are provided under each component. As mentioned pre-

viously, many teachers already possess much of this knowledge and skill and

will need only to restructure some of their procedures to successfully apply

the GTM. For these individuals this document may provide sufficient informa-

tion to begin using the GTM.
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InstructionalItiel

The selection, and specification, of instructional objectives is probably

the most important step in the Model. This is where the instructor decides

what he wants to teach. The too major factors involved in preparing objectives

are briefly discussed below.

1. Selection: Decisions regarding the selection of appropriate objectives

are usually based on the following factors: (1) what the students should

be able to do in instructional units which follow the unit of concern, and

after completing their education; (2) what the students are able to do

prior to beginning the unit; and (3) the available instructional resources

including the instruct 's capabilities with his subject matter. Deciding

what students should be able to do after pompleting their schooling or

completing a course which is net designed to prepare students for subse-

quent courses is essentially a value decision'. Whether a stude t"oughe'

learn a foreign language or how to solve differentiel equation mu t be

deeided on the baeis pfwhat someone or sPme greup-,thinks Students ''eught"

to be able to do after completing sehool. On the other nand, decisions

regardtng (1) what students should be able to do.in sub equent courses,

(2) what.Anowledge skills and attitudes they should have at the start

f a course, and hat 1. instructional caPabilitics are available to teach

them, can be made on empirical.evidence.

Using this approadh, three questions can be 'asked about eadh objective

considered for seleCtion.



(1) Whv should students achieve the objective?

(2) do students have the prerecluisites to achieve the objective?

(3) are the instructional capabilities available to permit students

to achieve the objective?

Following is another approach to selecting objectives.

The Tyler Rationale

Ralph Tyler proposes the following seven-step model for selecting objectives:

I1. Somrce

STUDENT

Seuree

SOCIETY SUBJECT

4. TENTATIVE GENERAL OBJECTIVES

5. Screen

Philosophy
of

Education

6. Screen

Psychology
of

Learning

PRECISE INSTRUCTIO AL UBJECTIVES

1. Source: what are the studenta

2. Source: what does society 10

needs (curr nt status ) and intere ts?

at people to b like?

Source: what do subject motter experts think people should be like?

After consulting above three sources tentative general objectives

should be specified=

Objeetives_which violate the teacher's philosophy of education'(ighei he

feels should and should not be taught) ehould be screened out.

,

-Objectives whick acannot bechieved,based on-what is known of the-
.14

psychology of learning should be s;areened out.

7. The resulting objeCtiVeS shonld-be specified in precise terms of intendee:

student behavior,._
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Another valuable technique which can be employed along with the prev ous

procedures for selecting objecti7c's is the use of a classification system.

By writing or seleciAng objectives according to some classification system

it is possible to (1) select objectives which are the type or level actually

desired and (2) avoid selecting an undue amount of objectives of a particular

type or level for a unit of instruction. Incidentally, the classification of

objectives also can facilitate the planning of instruction and the communica-

tion about instruction among people involved in the instructional enterprise.

)7?zobably the most popular classification scheme for educational objectives

is that developed by Benjamin Bloom and others (1956). According to this

taxonomic system, objectives can first be classified into one of the three

following domains of behavior:

(1) Affective objective: An objective dealIng with
indicated by words such as interest, appreciation, enthusiasm,

motivation, and attitudes.

emotions or feelings

(2) Co nitive ob ective: An objective which deals with the thought

processes knowledge intellectual skills such as analysis, problem

solving, evaluation) rather than with the affective or psychomotor

behaviors.

Psychomotor object ve: A statement:specifying performance involving

physical movement, acting on some part of the environment.-

Ac ually-, most objectives do ,not belong exclusively to only One ol theSe

domains. There is usually some element of each in all obje

it is usually possible to determine whether the predominant

tives

characteristic

However,

of an objective Is affective cognitive, or psychomotor. A hierarchical

breakdown according to types or levels of behavior has been developed for

each-domain; however, the subclassifications for the affective and psychemotor

domains have not been extensively used to date. Most objectives for elementa

secondary', and higher educatier, fS11 into the cognitive domain and several
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sub-classification systems for this domain have been developed. Two of the

most commonly used systems are Bloom's Taxonomy, which includes the following

major subcategories: (1) knowledge; (2) comprehension; (3) application;

(4) analysis; (5) syathesis; and (6) evaluation, and Gagne's eight types of

learning, which include: (1) signal learning; (2) stimulus-respon e learning;

(3) chaining; (4) verbal association; (5) multiple discrimination; (6) concept

learning; (7) pri_ciple learning; and (8) problem solving.

Another important factor to consider in selecting objectives is the distinc-

tion hetween "terminal" and "enroute" objectives. Terminal objectives refer

to what a student should be able to do at the end of some unit or series of

instructional units which is not followed by further instruction. Enroute

objec ives refer to what a student should be able to do at the end of some

unit of instruction which will permit him to proceed to a subsequent unit.

With terminal objectives the justification or rationale for the objectives is

based on what the person is to do in the " eal" (non7academio) world. The

rationale for enroute objectives is based on the performance expected of students

in the units or courses to follow.

In an earth sciende course the teacher may have as one of his terminal

objectives the following:

When the student encounters an article in the popular media dealing with

as related to some'social issue, he can critically analyze

the article by identifying errors in _ogic, scientific facts, inferences,

earth prooeese

and/or predictions. He will offer alternatives to the errors detected and

provide justification for the changes .
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of the many enroute objectives to reach this terminal goal may be:

The student can define ion, state the names of five (5) common ones, and

classify them according to some pre-designated scheme.

The rationale for the enroute objective is its usefulness in achieving

the terminal goal. It is derived by an analysis of the terminal goal to

determine what enroute objectives are necessary for success

terminal objective. The termi i objective does not appeal

instructional objective for its j_ tification, it stands on

goal tied to the real world, not as preparation for further

in achieving the

to a higher

its own as a

instruction.

2. Specification: Once an instructional objective is selected, it should

be specified in behavioral terms which describe what studcats are to be able

to do upon completing a unit of instruction. Following are eight examples of

behavioral objectives:

(1) Confronted with two transcripts of poliltital campaign speeches from
opposing parties, the student will identify statements which contain
the following: errors in reasoning, irrelevant arguments, unwarranted
generelizationv and invalid conclusions. As a minimum, the student
must identify all such statements identified by the course instructor.

(2) Upon completion of a novel, the student will relate the novel to his
experience in Apy one of the following ways: (1) by discussing why
he could or could not identify-with any of the characters; (2) by
stating what new ideas the author has presented, or whet _old .ideas have
been presented in a new perspective_for him, (3) by discussing any parti-
cular passage or incident which evoked strong feeling in him.

Given a copy of the state criminal coca, a statement of his own moral
code which he has preViously,defined, end 'descriptions.of various acts.

. .

performed by individuala with all releVant circumitances, the student
will-ideerifY each eot ae.one of the following: illegal and immoral;
illegal bui morel; legal-but immoral; legalaod morall,' or not covered
by either the state code or his, personal Code.

(4) Atfter completing this.ceurse on modern fiction tuden -will: (a).

elect to take more fiction 'courses in the future;- (b) read more novels
then ,theY did 17efore taking the course. and -(c) join a'. formal or informal
book discussion group.
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(5) When given specimens of ten previously unencountered organisms, the

student will classify at least seven of them under the proper kingdom,

phylum, and class.

(6) Given a common social problem (narcotics, integration, delinquency,
etc.), the student will be able to apply the problem-solving procedure

taught in class to analyze the problem and to produce three possible

approaches to a solution.

(7) The student will produce a collage which expresses his personal inter-

pretation of a recent historic event. The collage must (a) incorporate

at least three of the collage techniques presented in class, (b) contain

sufficient visual information for the majority of the class to identify

the historic event, and (c) be different in both form and content from
the collagis produced by the other students in class.

By the second semester of a course in social problems, the student

will, after a classroom discussion in which he has participated and
in which note-taking was not permitted, summarize in his own words

at least five points made by other students in the discussion. The

students who made the five points must agree on the accuracy of the

summaries.

In contrast, non-behavioral objectives are wri- en statements which

typically describe one or more of the following:

a. Topics or material to be
this course will deal with the current existential movement in

underground films.

covered in a unit of instruction, e.g.,

. Activities in which students will engage in a unit of instruction,

e.g., students will see and discuss several films currently being

shown on the undergronnd cireuit.

What students should "learn", "know", "understand", or "appreCiate"

as a result of completing a unit of instructien,,e.g" students
wilI learn tp appreciate the !major filt interpretations of

xis ential philosophy.

Although the. Inforation provided by tAis kind of objective does tell some-

thing abont what students may learn in a unit of instructior, the actual

behavior students will be expected to ,exhibit to dem_

unit is not

objectives:

trate mastery of a

specified. Following are seven examples of non-behavioral

Students wi

This uni

learn to critically analyze-political points of View.

deal with personal iuterpretat..ons of novels.



(3) This course will cover legal and moral

(4) Students will gain a deep appreciation

( )

(6)

(7)

(8)

Students will understand the taxonomic
biology.

At the end of this unit, students will
procedures presented in class.

The class will learn to make collages.

The students will learn to listen in discussions.

codes,

of modern fiction.

classification system in

know the problem-solving

Robert Mager suggests that behavioral objectives should contain the

following three elements:

1. Conditions: a description of the class of stimuli to which the student

is to respond (e.g., the type of questions, tasks, or problems, and

the form in which thy will be presented, the relevant conditions under

which the student will be expected to perform--materials or equipment

which will be available, environmental conditions which may affect

the performancs, special physical or psychological demands which may

exist).

2. Behavior: a statement containing an action or behavioral verb which

connotes or denotes the behavior the student is to perform (e.g.,

identify, write, describe, solve, classify) and a general refetence to

the product of the student's behavior (e;g. , an essay, a diagram, a

three-dimensional model).

Criteria: a description of the success criteria by which the student's

behavior is to be judged acceptable et unacceptable (e4., correctly
applies three principles, identifies 8 out of 104 solves the problem,

the idaa must be different from any in the textbook, discussed in

class, or produced by othet Students).

One of the most important qualities of beha _oral objectives which contain

these three eletents can be shoWtl with the diegram_below of the following

objective:

Given a common disposable object (e.g., paper sack, bottle cardboard box.

plastic container) and the designation of a consumer group (e.g., 6-10

year olds, college students, housewives), the student will describe in 4"

writing ideas for at least three original marketable products. Each of

the three products must be previously unknown to the instructor and class,

and be something the target grOup would be likely to buy, c. judged by

class vote.
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INSTRUCTIONAL OBJECTIVE

sntraus CONDITIONS

Given a disposable object
and a designated consumer
group . .

STIMULUS

*Problem Statement
*Disposable object
*Name of consumer
group

This diagram a

the objective. The

STUDENT BEHAVIOR SUCCESS CRITERION

The student will
describe in writing
ideas for marketable
products.

INFERRED

COGNITIVE PROCESS

*Analyzes product
potential of object

*Analyzes consumer
needs and interests

*Reviews existing
products

*Manipulates object
*Generates ideas
*Evaluates ideas
originality and
appeal

ales

There must be three
products, each product
must be new to the in-
structor and class, and
be something the consumer
group would likely buy.

tf?

BEHAVIOR

*Writes a
description

mpts to illust a e the function

PRODUCT

*Writ ten
descrip tion

f -each component of

description of the stimulus conditions with which the

student will be confronted and the performance exPected of the student permit

nferences to be made regarding the cognitive processes required of the student.



Although it is seldom, if ever, possible to determine the precise nature of

the cognitive process which occurs within people, it is possible to infer some

of the general characteristics of such activities. The student behavior com-

ponent defines the behavior to be employed in order to expose his solution. The

criterion component serves primarily as a guide to the student and the instructor

regarding the important characteristics of his behavior, or i- this case, the

product of his behavior, which must be present for the perfor ance to be con-

sidered successful. This component also provides some inferential information

regarding the requisite cognitive processes.

Several other functional features of behavioral objectives could be

pointed out here, but the major intent is to show the relationship between

b havioral objectives and cognitive proc_ ses.

James Popham has also recommended recently that objectives should be

written at a moderate degree of specifi ity--avoiding grossly general and

minutely specific extremes. For example, five or six objectives for a semester

course would probably be insufficient and one objective for every item on every

test would result in objectives which were too specific. It is impossible to

seggest an ideal level of pecificity for each unit of subject matter, but

Popham offers ond useful guidelineobjective's should be written an that achieve-

ment of them can be measured by more than one test item. For example, achieve-

nent of this Objective: "the student will correctli add any pair of two-digit

numbers," can be measured by a large variety of test items; while achIevement

of this objective: the student will correctly add 34 and 75," can be measured

by only one test item. Following-_ is .2 ,more reallatie illustration of the con-

trast: "the stUdent vill be able to identify the structure in_any of Mari

Twain s boCkai" versus 'the student will be.able toidantifY the et ure in
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Mark Twain's book Tom Sawyer."

Another general guideline for specifying objectives 4e that the performance

required by an instructional objective should match as closely as popsible the

post-instruction performance expected of course graduates. For example, if

after instruction students should be able to lead group meetings with urban

street gang meMbers fur the purpose of developing and implementing neighborhood

improvement projects then the instructional objectives should require students

to successfully perform behaviors as closely aseociated with this task as practi-

cally feasible. More specifically, the actual stimuli to which the course

graduate is to attend (street gang members, neighborhood conditions, meeting

places, group dynamics, etc.) and the responses he is to Make (establishing a

non-competitive climate, supporting productive participation, summarizing, re-

ducing tension, etc.) should be as closely approximated in the instructional

objective as possible. This guideline is considered applicable to general

educational goals as well as specific training objectIves, although the identi-

fication of post-school application of knowledge of such subjects as philosophy

history, higher mathematics, etc. , has not been a popular.practice with educators

in these fields.

As mentioned abeve, most of-the emphasis in school subjects is pa cognitive-

objectives. Aecently.howdVer, tare and Mere attentieh le being paid to effective

goals One reason for this is the pervading influence which attitudes have on

behavior. For example nahleeducators take thei,osition that.the most affective.

kind of instruction is that which gets students vitally -erested in a subject.

Once a student is llooluur he .may tend not only-to learn more during the time

he is under the instrnctor's influence he will be more likely to pursuethe

subject after completing the course. when contrasted with,some teachers in
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whose courses students master enormous amounts of cognitive material but end

up despising the subject to such a degree that they avoid any further contact

with it, there appears to be some support for attending to attitudinal goals.

Another issue regarding instructIonal objectives is the matter of permitting

students to participate in the selection and specification of goals. Researchers

have

tend

trol

frequently found that when students choose their own learning goals they

to achieve the goals more rapidly than when -111 teacher has exclusive con-

over the selection of objectives they are to achieve.

Thus some procedure whereby students can select from several alternative

objectives for each unit, or where students identify general.goals and With the

teacher's help translate the general goals into specific objectl.ves could have

valuable motivational benefits. Generally with this latter procedure teachers

would establish certain subject matter boundaries within which students should

identify their goals. Another procedure is for the teacher and the Students to

each select a certain percentage of the objectives for the course. The teacher

could then be assured that students will master the cognitive objectives he

considers essential for su cess in subsequent units or courses and also increase

the likelihood that students would acquire more favorable attitudes toward the

subject. Of conrse no matter who Chooses the objectives, they shonld be pec -

fled in behavioral terms.

AlthoUgh'it may not be immediately atiparent, the Ilse of behavioral objee

'ayes may influenteAnstrUction in:many ways.: 'Some of the mereimportant

nefits of using behavioral objectives axe as follows. ehavioral

(I ) facilitate in tructional design and develppment by providing clear
goals to work toward.
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facilitate curriculum development sequencing, eliminating gaps
and overlaps.

(3) promote more efficient communication between teachers, administrators,
researchers, students, parents.

(4) make evident what students actually learn, thereby permitting selection

of most important goals.

(5) permit instruc,_ion to be evaluated and thereby imr ,ved.

(6) promote individualized instruction by making possible criterion-
referenced evaluation -- each student can be required to master all

objectives. (Independent learning is also promoted.)

(7) permit students to be more efficient learners, when they find out

what is expected of them.

(8) eliminate the time wasted when students can already achieve all or

some objectives before beginning a course (proficiency and advanced

placement exams.)

(9 ) tend to impose a philosophy of teacher responsibility for getting

students to master objectives.

(10) promote the idea of behaviorally analyzing all components of instruc-

tion--entry behavior, intermediate behavior, and terminal behavior.

(11) facilitate research in education -- advance instructional technology.

(12) promote a new role for teachers '7 instructional designers managers,

and resource specialists as opposed to information dispensers.

Another issue which is probably mnch bore apparent than the above virtues

of behavioral obj ttiVesis that writing behavioral Objectives an Arduous

and time censulaing task 7 a teak for which-.many teachers haveneither the

training or tine to tackle. Fortunately, though, several -individuals ins tu-

tions, and groups (educational laboratories, research centers, curriculum

development projects etc have produced and are producing, behaviorally

stated objectiVes for many-levels of many subject matter areas. It shouidso

be possibla-for educators to select from a wide range of-alterna_i es these

objectives which are most suitable for rhe requirements of their particular

ructional situation.
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An educational objectives exchange has recently been established to serve as
a collection in dissemination agency for behaviorally stated objectives for
all subject matter areas. To inquire about obtaining objectives write to:
Instructional Objectives Exchange, Center for the Study of Evaluation, UCLA -
Graduate School of Education, Los Angeles, California 90024.

iInstructional
Objectives Pre-Assessment

Pre-Assesament

Prior to beginning a unit of instruction, it is desirable to asse s

students to determine: (1) how much of what is to be learned in the unit

they already know; (2) whether they have the prerequisite behavioral capabili-

ties for the instruction to follow and (3) the instructional activities which

should be prescribed for each student. Of course, the assessment should be

based on the specific instructional objectives specified for the unit. The

results of this assessment should provide information (1) as to whether any

students may omit any of the objectives in the unit; (2) whether any studen

L_I

Should be required to ma ter prerequi ite

--and (3) forpré

kills prior to beginning

cribing specific instructional activities for specific students .

AD no t teachers know

ranges of

when group-paced classes contain studenti with wide

knOwledge and skill, everyone usually_suffera' The fast student6 are

the: slow students get left behind; and the teadher is constantly

finistrated by trying tit, provide learning activities which accommodate Most

the_class. The Mst obvious solution to-this probIe
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Amstruction, and perhaps the next best plan is some form of tracking. But in

situations where neither of these alternatives exist, some other solution must

be sought.

, By establishing minimal performance standards for beginning a course, the

instructor has a legitimate basis for requesting that some procedure be esta-

blished for students co acquire the prerquisite skills for enteying the course.

Such procedures would include prerequisite courses, or independent study pro-

grams. If, on the other hand, these procedures are also not available, it seems

that some form of subgrouping with different levels of objectives for different

groups is the only feasible solution. This solution is, of course most un-

desirable for sequential subj_-cts such as reading and mathematics, since many

students are typically "passed" to the next course or grade without having

achieved the level of performance considered necessary for:succeeding in the

next ,zourse. These students eventually build up a cumulative deficiency which

makes academic succe s imposSible. In subjects and courses which are not

sequentially dependent (i.e. , where mastery of each unit or course is necessary

for succeeding in subsequ nt units) it is probably unnecessary to attempt to

get all students to master the same level of achievement. Thus, specifying

different perforMaLce standards for different individuals or grobps is reason-

able, and can be done on the basis of the student's pre-assessment performance.

Hopefully the trend toward individualized, self-paced instruction will

continue and will eventually reduce or eliminate the problems inherent in

instruction which is group-paced and controlled by _fixed time schedules for

completing unIts and courses.

Pre-as essm nt is probably most essential when an instructor-_s beginning

a unit of instruction and he is unfamiliar with his student's skills, knowledge,
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and attitudes regarding the material to be covered in the unit. However, in

situations where instructors have the same students for a semester or a year,

pre-assessment for each unit may be unnecessary. In courses which are sequential

in nature, the successful completion of one unit should serve as evidence of the

student's capability of entering the next unit. Thus, an extensive pre-assess-

ment would only be necessary at the beginning of a course sequence or semester-

long course.

For shorter units (one-week to a month) which are not in a sequential pro-

gression, les- extensive pre-assessment Iould be appropriate. A few items from

the end -of-unit evaluation could be used. A short interview with each student,

or an informal class discussion could be employed to reveal the general level

of student's preparation for beginning the unit. By such Informal techniques

students who appear to have either considerable knowledge, or inadequate

knowledge regarding the objectives to be achieved for a unit can be identified

and provided with a more extensive pre-assessment to determine what specific

objectives can be omitted and what specific prerequisite skills are needed.

Selected References on Pre-Assessment

De Cecco, John P. The Psychology of Learning and Instruction. Englewood

Cliffs,: New Jersey: Prentice Hall, 1968. (Chapter 3

(also see the references under Evaluation)
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Instructional
Objectives Pre-Asses ent 1

Instructio al P oc dure

After students are pre-assessed and adjustments made, such as adding or

eliminating objectives or requiring prerequisite learning, the instructional

procedures are implemented. The design of the instructional procedures in-

volves: (1) selecting the mode(s) of instruction which appear most efficient

for getting the most students to achieve the specified objectives; (2) selection

of available instructional materials ( .g., books, films, lesson plans); (3) pre-

paring new instructional materials when necessary; and (4) developing a sequ-ntial

plan which takes students from where they are at t e beginning of a unit to mas-

tery of the unit objectives. When possible, ttese decisions should be based

upon research evidence. The ten generalizations specified below are, to a large

extent, based upon research evidence and are examples of principles which should

be consulted in designing instructional activities. It should be noted that

every application of these principles will not automatically apply to all stu-

dents and all subject matters. Students vary th the ay they learn, subject

matters vary in their st:uctures, and teacherS vary in the way they interpret

and apply principles of instruction. Thus, applications of these principles

in each situation and with each student must be continually tested. The teh

p inciples ate distussed bele ,

1. Pre-Learning Learnersmust have mastered the prer quisite

Learners also shonld

-21-

1

Instructional
Procedures

\

behavior for succeeding in new learning experienc

be preps ed for new-learning xperience by warting ups, being informed of

24
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what previously learned behaviors will be helpful or harmful, and acquiring

an appropriate "set" (pr disposition to respond in a particular way) for what

is to follow. For example, a preview at the beginning of a chapter or film

can increase learning efficiency. Providing students with the instructional

objectives for a unit has als- been found to facilitate learning.

2. Motivation. Students are more efficient if they have a desire to learn

what is being taught. This desire can be promoted by c_ vincing learners of

the value of mastering the subject matter and by making goals which they already

desire (e.g., acquisition of desired information or skills, s cial approval,

g ades, etc.) available to them for accomplishing learLtng objectives. Select-

ing subject matter that interests and/or permits students to participate in

planning their educational activities can increase their desire to learn. The

learning task should be presented in such a way that the learner feels challenged

and also confident that he can succeed. Shaping favorable attitudes toward the

subject matter, the instructor, learning, and education in general can have

positive long-range consequences for student achievement.

Because motivation is such a critical variable in learning, it is treated

in more depth here than the other nine instructional variables. On the follow-

ing page is A table entitled "Motivation for Learning". This table Is an

attempt to summarike the maior categories of Motivatipp schemes. Careful study

of this table will show a movement toward less abstract motivational systems

from one to five. You may also feel that it is necessary to make value judgments

among the five categories. Typically We place the Most value on the Achemes

described in numbers one and three and show le's p eferenee as the

motiVation becomes less abstract. In all of the categorie there are implica

tions for the teadher to have Some influence in metiVating a studeht.
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There Is little hope in taking a position that motivation is entirely a

self-generated phenomena residing totally within the student. If one takes this

position, it offers no possibilities for the teacher to manipulate the environ-

ment to improve motivation. In fact, whatever position one takes, it must be

conceded that it Is not possible to absolutely confirm anyone's motives. Also,

most people are probably operating under all of these motivation systems, depend-

ing upon the circumstances of the moment.

All of the schemes presented in that section deal with positive or non-

aver ive styles. In each case there is a positive or desired consequence

following learning which motivates the student. There is no mention of the

"other side of the motivation coin." This would be aversive control, or motiva-

tion due to avoidance of negative or undesirable consequences, or escape from

aversive situations.

It may be that a major portion of a learner's behavior is in the form of

avoidance or escape behavior. The student performs to avoid a spanking, verbal

harassment1 loss of privileges at home, etc. This type of motivation scheme

is at times more common because it Is more ily set up, We often are told

what bad things will happen if we do not attend class or prepare our lessons.

Detention, probation, expulsion, retention in a grade and many other things are

specified as ,onsequences for non-performance. We have learned well how to tell

people what they should 1.0t do, and the consequences. We are less sophisticated

in our ability to say what a student should do, and the positive outcomes.

Although the evidence from research is not conclusive learning for

desirable outcomes, as p r eived by the learner, may be more effective than

aversive control in achieving both cognitive and affective objectives.

27
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3. ProvidthgaModel of Terminal Pe mance (Master When possible, learners

should be shown examples of what they are to produce or do at the end of a learn-

ing experience. Imitative learning is one of the -ost effective procedures by

which humans acquire new behaviors. For example, providing students with sample

term papers, previously completed projects, final exam papers, or demonstrations

of the desired performance can dramatically facilitate learning.

4. Agitiy_F_LteAppn-. At the outset of instruction, learners can profit from

watching or listening to someone else perform the acts to be learned, but most

learners will become proficient only if they. perform the acts to be /earned.

Thus, it is what the learner does--not what the teacher d s--which determines

learning. With verbal presentations (oral or written), interspersed questions

can insure that learners are attending to, and acquiring, what is int nded. In

learning verbal material fram textbook, most students c It by overtly

reviewing what they have read while not looking at the material. The stimuli

to which learners attend and the responses they make in the learning task should

match as closely as possible the stimuli and responses in the terminal instruc-

tional objective.

5. _Guidance. Learners should be given guidance and prompting when attempting

to demonstrate new behaviors to be learned.- Such prompts should be eliminated

gradually so the learner is able to perform, the task-without them. For example,

verbal euidance could be given for each step in ear_,ing out_lona division pre,

blems--then the verbal prompts should be eliminated gradually.

A. Pr.nr.tte.o. opp rtunities should be provided for learners to repeatedly use

newly learned behaViora.. 'Pince'Most instruction ia desighecito p.m/1de knoWledge

and skills which are to be used ometime after coMpleting instructippi soMething

must be done to insure that what is learned will b.e retained-;andtransferred to
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the post-instructional situation. Over-learning, wh ch involves repeatedly using

or practicing a newly learned behavior, can greatly facilitate retention. Prac-

tice and reviews which are spaced periodically after initial acquisition is also

an effective procedure. With skills which require performance with a va_iety of

tasks and situations, practice'should be provided with varied tasks and situa-

tions. Practice will also be more effective to the extent that the behaviors

practiced are similar to beha iors to be performed in the future (the terminal

objectives). For example, after initially learning to subtract, practice with

a variety of number combinations should be provided.

7. enowled e of Results. Learners should have prompt and frequent knowledge

of the success of their responses. The learner must find his Success rewarding

in order for the beheld r to be reinforced. Ideally, the learner should know

an instant after he makes a response whether it is appropriate or not. When

possible, the learner should be provided with the criteria to evaluate the

correctness of his own responses. When the learner is personally confident of

the correctness of his response, external confirmation may be unnecessary, but

when he is unsure, such feedback is generally desirable. When a learner's

response is incorrect, he should be informed of the correct response.

. Graduated Sequence. SubJect matter should be organized in a hierarchical

f: m from the simple to the etimplex-efrom the femlliar to the unfamiliar. The

steps should be paced so that the learner succeeds in eaeh step, but does not

become bored. One approach to sequencing instruetion involved a careful analysis

of each terminal objective, identifying,the particular stimuli to whith the

student

be able

responds and the responses he is to make. Thee by asking what must,he

te do (skills, knoWledge) iMMedigtely prior to perforwing-the terminal

another objectIve same question is then Aekedbehavior, can be stated. The
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again and again -- each time specifying objectives which are prerequisite to

performing objectives at the next higher stage -- until eventually the instructdr

art-Ives at the behavior with which he expects his students to begin the course

or unit. Thus, by T.Torking backwards a sequence of enroute or intermediate

objectives are identified which should lead a student from entry to mastery of

the objective.

It also has been found that permitting students to follow their own sequence

in achieving well-defined objectives can improve upon teacher-designed learning

sequences (Mager and Clark, 1963).

9. i:ndivjdual Djfferences. People learn at different speeds; thus, learning

experiences should be designed in such a way that each student may proceed

at his own pace. Some students gill require conelderable practice ro master

a concept, while others may acquire the same concept upon first encounter.

10. Classroom Teaching P rformance. $kills in stimulating interest, explairing,

guiding, identifying and administering reinforcers, and managing classroom

behavior can make an enormous difference In inetructional effectiveness. n-

forounately, such social skills are often the most difficult to learn, but co:Le

current work on the analysis of social and personality factors in teaching shob

Pr se of reducing some of the complexity. The changing role ef the teacher

from information-dispenser to the manager of i struetional experiendes Is also

an encou7aging develoPment.

Thera are severol &stinguibhab1e modes of instruction, of wh.i.eh he

following are among the most frequently used.

(1) The lecture
(2) The discUesion class
(3) The recitation class
(4) The laboratory class
(5) The tutoring zession
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(6) The demonstration
(7) Independent scudy
(8) Programmed instruction
(9) Reading (books, articles, etc.)

(10) Motion pictures, television, filmstrips

Each of these modes can be analyzed in terms of the extent to which each

of the ten principles of instruction described previously, can be effectively

applied. The result of such an analysis can then be consulted in determining

which mode or combination of modes would offer the most efficient instructional

procedure for achieving particular objectives. Gene ally speaking,

(1)

(2)

preparat can be accomplished with all modes.

Most modes can be employed to motivate students; however, extensive use
of lectures, recitation classes, and some programmed instruction materials
often has detrimental effects on student motivation.

(3) Most modes can be used to provide a model of teriina1 performance--
but unfortunately they are rarely used for this purpose. Demonstrations
are probably the most frequently used technique for showing students What
they are to learn.

(4) ctive responding, guidance and prompting, practice and knowledge of
results are rarely provided for with lectures, demonstrations, and films
but are usually well provided for with tptorial and programmed instruction.

(5) Most modes can be used in a progressive sequence of instruction, but
again tutorial and programmed instruction are often the meat systematically
sequenced modes of instruction.

(6 ) Tutorial instruction, programmed instruction, independent study, and
often laboratory or studio instruction ate themodes which aregenerally
most responsive .to individual differences.

(7) The modestypically eMployed in gronp-paced instruction (1.7": Ideture,
discussion., recitation an&demenstratiOn) usually require considerable
extemporaneous ability and A high degree'.efeedial twarendea.-- Snccess

with more individualized Modes(i..e.-,:progrAMMed-instruction, independent
study) ip more dependent upona teachees ability to select, pre6cribe,
and evaluate the_effectiveness of learning activities.

In selecting modes of instruction the instructor -hould take into consider-

ation his own strengths and waaknesses-inusing eachmode. For examPle, If an

instructor is a highly stimulating speaker, it would be reasonahle for him to
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give an introductory lecture to stimulate his student's interest (motivation)

in a new unit. On the other hand, an uninspiring speaker should probably use

another means to motivate his students--such as a film, a thought-provoking

article, a field trip, a group discussion, or even a visiting speaker. Similarly,

a teacher who has a tendency to dominate g oup discussions should either employ

discussion procedures which exclude him from participating or avoid using dis-

cussions. The availability of various alternative modes of instruction which

might be employed can be depicted in the GTM as follows:

Objectives

ILecture Reading

Pre-Assessme:lt
Instructional
Procedures

Demonstration-Lal
1

1

Field TripRecitation
Tutoring

i

Programmed Inst.-
Diacussion
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Most of the ten principles of instruction and the alternative modes of

instruction are concerned with the achievement of cognitive goals. Unfortunately,

little concrete information is available regarding the most effective procedures

for achieving affective goals. Perhaps among the few generalizations which can

be made would be (1) to permit students to have as much control over what and

how they learn as is feasible, (2) to try to select objectives and learning ex-

periences which would be of interest to the students, (3) to provide learning

activities which are challenging but with which a student can succeed, (4) for

the instructor to attempt to win the respect and affection of his students, and

(5) the instructional environment should be made as pleasant and comfortable as

possible (from the student's point of view); e.g, this would include concern

for such obvious factors as temperature control, elimination of visual and

auditory distractions, use of comfortable furniture. In addition, the use of

stimuli which have positive associations for the students might be introduced

(e.g., rock music before class begins inclu ion of humor in instructional p e-

se tations e of current and "relevant" ex mples to support a point use to_

graphic and visual media in the contemporary idiom).
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Instructional
Procedures 1Evalua ion

Evaluation

When students complete an Instructional unit, they are evaluated to

determine whether the instruction was successful in achieving the unit

objectives. Typically, this involves the administration of tests and in-

struments to measure the acquisition of knowledge, skills, and attitudes.

If the objectives have been clearly specified, test preparation is quite

simple. Probably the most important thing in designing evaluative measures

is that the instrument measure the identical behavior specified in the objec-

tives. It is also import'. nt to note that it is the success of the instruction--

and not the success of the pupils--whieh is being evaluated.

Two general types of instructional evaluation which have been identifl,ed

are: (1) "criterion-referenced" evaluation, which means that each student

performance is judged according to some set tandard; and (2) "norm-referen ed

evaluation, the system in which a student's performance is judged ace rding

to how it compares to the performance of a group or class of which he is a

member. Each of these types of evaluation are typically used for different

purposes. The two major purposes of criterion-referenced eraluation are:

(1) to evaluate the effectiveness of instruction.

(2) to determine whether each student achieves the objective_ in a Unit.
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The two major purposes of norm-referenced evalu ion are:

(1) to determine how students performed in a course in comparison with

each other.

(2) to produce academic performance data (grades, marks) for making

decisions about admission to schools and special programs, retention

in school, scholarships honors programs, tc.

In many instances in instruction it Is desirable for all students to

master all objectives to some specified level of performance. This is parti-

cularly true in reauing and some arithmetic skills. Other subjects or courses

which have a sequential progression also frequently require all students to

achieve a given level at each stage to succeed in follotIng units. In these

instances a criterion-referenced evaluation system would seem to be the most

appropriate procedure.

When an individually-paced instruction system is being employed and all

students do not achieve the criterion for acceptable performance in a unit

aft-r having ample time to complete the unit, an explanation must be sought

from among the following reasons: 1) the unsuccessful students were inade-

quately prepared for the unit which could mean that the objectives were un-

realistic or that the students should not have begun the unit without prior

training, and/or (2) the instruction was improperly designed or implemented;

for example, Ineffective motivation procedures were employed, or insufficient

time for practice was provided. Changes in the objectives, the post-instruction

evaluation procedures, the instruction, or the pre-instructlon evaluation should

be made on the basis of the evaluational results (note the feedback loop on the

GTM flow chart). In addition to making changes based on observed results,

36
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modifications in these elements should also be made on the basis of new

developments in materials and techniques, new researth findings, and changing

values.

When group-paced instruction is used, it is usually unrealistic to expect

all students to master all objectives for each unit. Students learn at differ-

ent rates and at the end of a unit students will have achieved differing levels

of mastery. However, the criterion-referenced strategy can still be used in

these insta -les to determine how many objectives each student achieves and thus

the effectiveness of instruction can be described in terns of the percentage of

students achieving various levels of mastery. When it is not essential for all

students to achieve a given level of mastery, this would be an appropriate pro-

cedure.

There are also many instructors who feel that all students should achieve

a common set of goals; and in addition, each student should have the opportunity

to go beyond these basic requirements and pursue individual interests. The

criterion-referenced approach can be used here for evaluating achievement of

the required objectives and also the optional objectives if desired.

As pointed out previously, the purposes of norm-referenced evaluation

systems do not include determining whether students achieved specified objectives

or evaluating the effectiveness of instruction. Thus, from the GTM point of

view ( e., maximizing instructional efficiency), the norm-referenced evaluation

system is of little value, Ho ever, some kind of information regarding a stu-

dent's position relative to other students in the area of academic performance

appears to be needed for a variety of seeming vital functions. Perhaps this

kind of information should be generated in courses and subjects which do not

7
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require ell students to meet a particular level of mastery--or in courses where

students are permitted to go beyond a required standard. Possibly standardized

academic ability or achievement tests can eventually provide such information

and the results of instructional evaluation could be used only for determining

the effectiveness of inst uction and when students have achieved specified

objectives.

In conclusion, it should be re-emphasized that:

(1) It is the success of the instruction which is being evaluated.

(2) Unsuccessful instruction is probably a result of one of the following

reasons:

Students did not have the prerequisites necessary to begin the
unit.

b. The instruc ional activities were inadequately designed.

c. The instructional activities were inadequately implemented.

(3) Changes in objectives, pre-assessment, and instructional procedures

should be made, if necessary, so that the most students achieve the

most objectives possible.
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Summary and Conclusion

The purp se of this paper was to present an overview of the General

Teaching Model. Hopefully, the following summary of the Model makes more

sense to the reader now than it did back on Page 3

1.

Instructional
Objectives

1
Pre-Assessment

2. 3.

Instructional
Procedures

1. Instructional Oblectives. Instructional objectives are first identified

and selected on the basis of an analysis of desired learning outcomes,

and then specified in behavioral terms.

2. Pre-Assessment. Prior to beginning instruction, learners are pre-assessed

to determine whether they possess the prerequisite knowledge and skill
to begin instruction, or whether they have already mastered some of the

instructional objectives.

Instructional Procedures. Instructional activities are designed to help

learners efficiently achieve the specified objectives. Instructional

principles, such as motivation, practice, graduated sequence, feedback

etc., plus an analysis of the effectiveness with which the instructor

employs various instrectional methods (e.g., lecture, discussion, indep-

endent study), are employed in the design and implementation of instrUction,

4. Evaluation. Instruction is evaluated for efficiency in getting as many

students as possible to master as many objectives as possible. Based

on the results of an evaluation, modifications are made in the objectives,

pre-assessment, and/or instructional procedures, as needed to further

maximize instructional efficiency.

It is also hoped that the reader is presently considering the possibility

of seeking further information regarding the various elements of the GTM,

and/or actually using the GTM. And in reference to these possibilities, it

_ld again bp mentioned that there are probably as many variatiOns in the

An
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specific implementation of each component of the GTM as there are people using

it. But the ir fundamental ideas of (1) specifying behavioral objectives, (2)

pre-assessing, 3) designing instruction to achieve the obje ives, (4) evaluat-

ing the achievement of objectives and continually refining each component to

maximize instructional efficiency, appear to be common to all applications of

the nodel.

One criticIsm which has been leveled at earlier presentations of the GIN

is that no alternative models of teaching have been offered. The essential reason

that other models have not been presented is that the writers consider the GTM

better than any others with which they are familiar. And perhaps by showing

five alternative models, the reason for this conviction may become more evident.

5.
I

Objectives

1

Objectives

Alternative Models of Teaching

Objectives

Objectives

Instruction

Evaluation

Instruction

Instruction

[.Fre-Assessment

Fre-Assess ent

Instruction

Instruc ion

Evaluation

--]

Evaluation
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Of course, any of the five models is perfectly valid if the teach 1: is

not concerned with the effectiveness of his teaching. And in all fairness it

must be admitted that an approach such as model one has some appealing qualities.

Here the teacher only takes the responIb±iIty for offering instructionwhether

what is presented is relevant to the student, or whether the student learns, is

up to the student, The teacher is much like a book or a film which the student

can select and gain much or little from. Perhaps the most appealing thing about

this model is that it would seem to foster a good deal of responsibility and

minimum of teacher dependence within the student. If one's goal was to produce

students who are self-motivated, self-directed, and self-evaluating, then such

a model might appear to be the best one available. But unfortunately, without

specifying an objective ouch as this, or pre-assessing or evaluating, one could

never find wl.t -.Thether the instruction was producing such a result.

Of the five alternative models, number two and four are probably the most

commonly used. In number two the instructor usually decides what to teach on

the basis of what he knows well, or what is of interest to him. Then after

instruction, he evaluates how much his students learned. Based on your present

knowledge of the GTM, the inadequacies of this and the other alternative models

should be apparent.

Several schools industrial organizations, educational research and develop-

ment centers, and research laboratories are developing and field-testing indivi-

dualized materials for most elementary and s condary subjects plus many college

and industrial areas. Soon schools and individual educators should be able to

select and institute individualized programs (including oblectives, pre-tests,

instructional materials and guides, and evaluation Instruments) fr)r any indivi-

dual course or entire course sequence This will obviously educee great deal

42



-40-

of the teacher's responsibility for the design and development of materials

and procedures. Nevertheless, instructors will have to adapt, test, and con-

tinually update these materials and procedures. Thus, proficiency in the design

well as the implementation of instruction will continue to be necessary for

moat instructors.

Hopefully, it has been made clear that the successful application of the

GTM does not involve the application of one simple formula. As a matter of

fact, instead of simplifying the task of Che teacher, it very likely increases

the complexity of teaching and perhaps requires more ore _tivity and resourceful-

ness than is required by any, other approach to the design and implementation of

instruction.
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RECENTLY RECOGNIZED LIMITATIONS OF THE GTM
(June 1971)

The general logic of the GTM, namely p e specifying objectives,

pre-assessing learners, designing instruction to achieve the objectives

and evaluating the effectiveness of the instruction appears to still be

quite sound. How ver, many of the specific conceptions and recommendations

under each component of the model appear to be less universal in their

ap?lication than we had originally thought. The most apparent limitation

of the GTM appears to be In supplying instru tional guidelines for Instruction

in which affective goals are considered highest In priority.

For example, education prograus such as those associated with the

British Primary Schoolo or prograus with such labels as open, free, informal

or humanistic education, (described in C i is in the Classroom by G. Silberman)

typically identify such goals as the development of favorable attitudes toward

selves others, learning, inquiry, self-development, etc., as the primary

objectives of their programs. The traditional cognitive goals associated

with reading, writing, and arithmetic are also considered important -- but

lower on the priority list of objectives.

:By priorities we mean the amount of emphasis time, energy) allotted

to achieving particular objectives rather than a list of written objectives

in a curriculum catalogue which have little relationship to what is actually

done in a classrooM. The diagram on the hext page i4ust-ates: a grost m-

parison between open and conventional educatien in terms Of priorities of ,

objectives using the behavioral dpmains and taxonouy classification of educe-

tionel objectives froM Bloom and Krathwohl.
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One major difference bet een open and conventional education shown in this

diagram is that a much larger proportic_i of the total influence of the school

on the students is planned in the open school. Within many conventional schools,

little effort and few instructional decisions are made on the basis of pro-

ducing affective outcomes. Nevertheless, students are acquiring attitudes

about themselves, learning, society, plus personal values and motivational

styles, many of which are considered less than desirable. Open schools, on the

other hand, typically place such affective goals as self-concept, self-

directedness, curiosity, resourcefulness, creativity, responsibility, and

sensitivity in a position of highest priority and thus plan much of the

educational procedures tv fz.,cilitate achieving these outcomes. Similarly,

open schools devote considerable emphasis to hl.gh level cognitive skills such

as learning to learn, problem solving, critical thinking, social and communi-

cation skills. Conventional schools appear to place a great deal more

emphasis on low level cognitive outcomes such as the acquisition of knowledge.

Thus one major limitation of the GTM is the lack of attention paid to

priorities of objectives in educational programs and the influence of such

priorities on the design, implementation and -valuation of instruction.

It might also be pointed out here that the open school model described

above has been interpreted by many people to be in direct contradiction to the

objectives-based philosophy of the.GTM.;

The important feature of open schools which may have confused many people

is that students appear to make the major decisions regarding What.they learn.

In part this is true--students do make many of the decisions as to What specific

setivities they will engage in during school. However, the decisions regarding
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the affective and high level cognitive goals are made by teachers and others.

The student does not have a choice of whether he will acquire a healthy self-

concept, become self-directing, learn to enjoy school, or acquire creative

problem-solving skills. In fact, it is the'se priority decisions by teachers

that result in procedures in which students are given considerable freedom an

responsibility to select what they will pursue eadh day. Of ceurse these -

stone by students are also influenced by higher priority teacher objectives.

The arrangement of the environment, the availability of varicus materials, the

powerful influence of older children joyfully engaged in productive learning, the

teacher's style of inquiry and interaction, all exert a powerful influence on

what students do and how they do it. Certainly different open schools emphasize

different objectives in all domains, but the major arrangement of priorities

appear to be fairly consistent.

The second major limitation of the GTM which we have recently recognized

is closely related to the first -- namely the lack of prcscriptive instructional

principles for achieving affective objectives. Although some of the material

under the ten principles for designing instructioaal procedures is applicable

affective goals mueh of it is not. For example, with principle number three

"Providing a Mbdel of Terminal Performance," it would be quite reasonable from a

social learning point of view, to provide models of joyful, self-directed in-

quirers to attempt to foster joyful self-directed inquiry in students. Similarly

opportunities to practice and obtain feedback would be desirable to facilitate

achievement of many affective goals. However, the principles of graduated

sequence and teaching performance as well as several suggestions under other

prinaples appear to be primarily applicable for the achievement of cognitive
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goals. Thus we feel that a set of instructional principles based on affective

learning theory need to be added to the GTM.

The third problem with the GTM is a lack of information dealing with the

assessment of affective goals. Evaluating affective behavior is a considerably

more complex task than that of assessing cognitive ce-hievement. Correspondi gly,

the development of evaluative instruments and techniques for the affective domain

is well behind that of the cognitive domain. Thus if we are to maintain what we

consider nearly sacred in our philosophy -- i.e., object±vec must be measurable--

more attention must be given to evaluation in the affective domain. In addition

such issues as criterion vs. norm referenced evaluation,
individual vs. group

objectives, need further examination in light of affective-goal priority pro-

grams.

It is presently stated in the GTM that when students select their own

objectives that they should state their objectives in precise behavioral terms.

This may often be an unrealistic endeavor. Students frequently are unable

define the specific outcomes they would like to achieve prior to Investigating

some topic or area. Although it is possible, and generally desirable, for

students to describe the competency they have acquired after acquiring it,

it is often impossible to define the precise competence they wish to achieve

in advance. This does not mean that students should not be encouraged to

prescribe what they would like to learn Xn advance--rather it is suggested that

a great deal of latitude be permitted in the degree of specificity with which

fhey pre-specify their personal learning objectives. Objectives such as 't

learn how to make 8 mm films ' "to find out why pastern religions are so popnlar

today" or "to investigate the influence of TV advertising on children's attitudes
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regarding c mpetition" would seem to be reasonable statements for student selected

objectives.

Finally, and perhp,rs most significantly, we no longer feel that tools

models, techniques -- such as the GTM -- should be presented in a value vacuum.

Presently the GTM takes no position on what ought to be taught -- particuiarly

in public schools. We have observed cases in which teachers have greatly in-

creased the efficiency of their students in achieving what we consider untenable

objectives. Moreover this Is often done in such a way as to have a negative in-

fluence on student attitudes and values which we feel are immensely more impor-

tant than most cognitive capabilities. Therefore, our next revision of the GTM

will very likely become much less general" as a result of our taking a value

position regarding the priorities of objectives in education.


